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INTRODUCTION
Look through the window ofany second or foreign language (L2) reading classroom
and, invariably, you will see teacher and students seated with books open in front of them.
lhis superficial similarity masks vast differences in teaching methodology, however. As
the 20th century draws to a close, there are, around the world, at least four distinctive
approaches to the teaching of L2 reading: grammar-translation, comprehension questions,
skills and stategies, and extensive reading. After briei descriptions of the four
approaches to teaching reading, this paper surveys a selection of recent articles and books
that address important concems in L2 reading pedagogy. Finally, questions are raised
about the relationship of theory, research, and teaching practice.
FOUR APPROACHES TO TEACHING READING
Grammar-translafion
In foreign language teaching environments (in contrast to second language teaching
environments), oral use ofa foreign language can be ofless importance than a reading
knowledge of that language. In such cases, teaching the foreign language and teaching
the reading of that language are often synonymous. As a means of studying the foreign
language, students may be taught to read texts written in the foreign language by
translating them into the native language.
A gammar-translation approach to the teaching of foreign language reading often
takes the following form in the classroom: The teacher reads aloud a short passage in the
foreign language while the students follow along in their textbooks. The teacher then
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reads the passage sentence by sentence, and the students read each sentence aloud after
the teacher. This is followed by an oral word-by-word, sentence-by-sentence translation
by students. Meaning is taken at the sentence level, with less attention paid to the
meaning of the text as a whole. Meaning is also constructed via the native language, not
directly from the foreign language.
Comprehensian Questions and Language llork
Another common approach to teaching foreign language reading centers on a
textbook containing short passages that demonstrate the use of foreign-language words or
points of grammar. These texts, short enough to encourage students to read them word-
by-word, are followed by comprehension questions and exercises.
In class, the teacher introduces the text to be read, and usually pre-teaches any new
vocabulary. The text is then assigned for reading as homework, together with the
comprehension questions from the textbook. In the next class, students read tbe text out
loud, with the teacher conecting pronunciation mistakes. This is followed by students
being called on to answer the comprehension questions. Various grammar and
vocabulary exercises from the textbook are worked through. The purpose ofusing
language exercises and texts that exemplifi points of language is, like grammar-
translation, the teaching ofthe foreign langu"ge. The purpose ofthe comprehension
questions, the heart of this approach, is, however, less clear. Eddie williams and chris
Moran wonder if they are "meant to check comprehension, facilitate comprehension or
simply ensure that the leamer reads the text" (1989, p. 225). Most likely it is all three.
Skills and Strategies
A third approach to teaching L2 reading focuses on the skills exhibited by flu€nt
readers, and the strategies that readers use to comprehend a text. In a typical classroom,
the teacher preparcs students to read a one- or two-page passage from a textbook by
providing or activating any background knowledge necessary for comprehension. This
may include pre-teaching certain vocabulary items that appear in the reading passage.
students then read the passage silently at their own speed while keeping in mind two or
three "while-reading" questions, the answers to which they will find in the passage. After
reading, the students share their answers to these questions, perhaps in pairs or small
groups. Students then complete various tasks or exercises that require them to
demonstrate a global comprehension ofthe passage and their grasp ofparticular reading
skills or strategies (e.g., finding the main idea; making inferences; guessing the meaning
of an unknown word by using context clues).
\
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The skills approach first appeared in second language reading teaching in the 1960s.
Faced with the need to improve the reading ability and study skills of loreign students
alrcady more or less ablc to read in English, American textbook wrilcrs poached the kind
ol academic reading training given to native-speaking high school and university students
(silberstein, 1987 , p.29). From there the approach gradually spread to the teaching of
second language reading at all ability levels.
Extensive Reading
The goal ofan extensive reading approach is for students to become willing and able
readers in the second or foreign language. Students individually read books and other
materials mainly for homework. They read at their own speed and for their own purposes
which are usually related to pleasure, information, and general understanding. Reading
materials, the majority of which are well within the students' linguistic capability, are
self-selected from a library containing a variety of text types and topics. The texts are
natural discourse, that is, they are written to communicate a message, not to cxempliry
language. Post-reading activities are usually confined to the answering of a few
questions, or preparing a short oral or wdtten book report or reading diary. The teacher
encourages students to read and counsels students individually so they can get the most
out of reading. The extensive reading classroom may also include work with a class
reader (all students reading the same text under guidance from the teacher), teacher read-
alouds, and sustained silent reading periods when individual students read their own
material at their own Pace.
The Four Approaches in Practice
The four approaches to the teaching of reading are not mutually exclusive and in
reality they may be mixed in any particular course or clnssroom' For example, a
grammar-translation textbook may include comprehension questions and language
exercises (as described by Martin CortaTTi & Lixian Jin in "English Teaching and
Learning in China," 1996, pp.66-67); a textbook may combine strategy instruction with
comprehension and language exercises; a skills'based reading course may contain an
extensive reading component, or conversely, an extensive reading course may include
periodic class-wide or individualized instruction in particular reading subskills.
Grammar-translation "continues to be widely used in some parts of the world today"
(Richards & Rodgers 1986, p. 4) where it reflects local educational practice and cultural
values. The aim is both language leaming and character building, often with the goal of
preparing students for national or other examinations that includd translation. These
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examinations may serve as rites of passage and as measures of general scholastic aptitude
as much as measures of foreign language ability.
Grammar-translation also suits cultures where the teacher is one who knows the L2,
but is not necessarily someone who has been trained to transmit that knowledge. As
Nobuyuki Hino, describing "yakudoku," the Japanese variant of this approach, notes, it
"requires little professional training, and also little preparation is needed for each class.
Anyone who has studied English through yakudoku is able to teach it in the same way
without much effort" ( 1992, p. 106).
In a similar way to grammar-translation, a comprehension question-based approach to
teaching reading is attractive because it prepares students for examinations. short reading
passages followed by questions are characteristic of many local language examinations,
as well as intemational ones like the TOEFL. Also in common with grammar-translation,
with this approach, a knowledge of the foreign language is sufficient background for
teaching it. Little, if any, knowledge about the nature of reading or the teaching of L2
reading is required.
widespread though they continue to be, translation and comprehension questions are
little analyzed in recent general reports of reading theory and pedagogy such as Sandra
silberstein's "Let's Take Another Look at Reading: Twenty-Five years of Reading
Instruction" (English reaching Forum. 1987) and Eddie williams and chds Moran's
"Reading in a Foreign Language at Intermediate and Advanced Levels with particular
Reference to English" (Language Teaching,l ggg). The lack of attention is both because
the approaches confound the teaching ofthe foreign language with the teaching of
reading, and because they are based upon tradition rather than a theoretical foundation.
]'he 1980s witnessed the comprehension-question approach giving ground to a skills
and strategy approach. As williams and Moran note, in reading tcxtbooks .,activities to
develop skills and strategies have encroached upon ... language or comprehension based
activities" G,. 225). This trend has continued during the 90s.
There are several reasons for this gradual ascent ofa skills approach to the status of
one ofthe major ways of teaching L2 reading. one reason is that it gives teachers
something to actually teach. In the sanslation or comprehension-question approaches,
teachers can really only help students with the language ofa particular passage in order to
facilitate the reading or translating of it. The promise of skills and strategies is that,
through sharpening students' reading skills and teaching strategic reading, teachers can
directly impact the way srudents read. But this promise rests on the questionable
assumption that studenls transfer what they leam in the reading classroom to reading done
outside the classroom. A second reason for its popularity is its superficial appeal to
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generally accepted theories of reading as an interactive process: by supplying or
activating background knowledge, teachers can help second language readers interact
with a text as fluent readers do. Unfortunately, varuable class time is devoted to giving
students the background knowredge they need to comprehend passages, time th;ig;
better be spent in doing the one thing that most reading experts agree is the most
important activity in leaming to read-reading plenty of material that is interesting to the
students and is well within their linguistic grasp.
CONCERNS IN TEACHING READING
A review of recent literature on teaching L2 reading reveals sk ls and strategies as
the pedagogical approach ofchoice. Reading textbooks produced in the uS and UK are
now solidly skills-based. Such books as Building understanding; A Thematic Approach
to Reading Comprehension (Baker-Gonzalez & Brau, 1995) and For your Information:
Basic Reading skills (Blanchard & Root, 1996) represent the pedagogical state of the art.
Readings, often billed as authentic, are grouped in themes or topics so as to alow
students to explore a topic in some depth and to build background knowledge to aid in
comprehension. The format for such materials differs, but most follow a general paftern:
Pre- and post-reading activities, often described as interactive; comprehension tasks or
activities that call on students to exchange their understanding ofthe texts with each
other; vocabulary exercises designed to impart strategies to deal with unknown words and
phrases; and often writing tasks.
In the same way as reading textbooks, books for reading teachers follow their authors'
classroom experiences and their reading of theory and the pedagogical implications of
research reports. Three new volumes for reading teachers confirm the preference for a
skills approach. From the uK comes an expanded and revised edition of christine
Nuttall's Teaching Reading Skills in a Foreign Language (1996), and from the US,
Sandra Silberste in's Techniques and Resowces in Teaching Reading (1994), and Jo Ann
Aebersold and Mary Lee Field's From Reader to Reading Teacher: Issues and Strategies
for Second Language Classrooms (1997).
Journal articles follow the skills trend. In "Early Foreign Language Reading
Competence: Some Issues and Evidence" (Language Learning Journal, 1996), a study of
British pupils reading French, Philip Hood notes "the immense gap in reading skills
between the most and least able/confident pupils," (p. 17) and concludes that "overt
discussion, teaching and use of reading strategies does very quickly bear fruit" (p. l8).
Neil J. Anderson provides theory-based practical guidance including overt strategy
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training in .,Developing Active Readers: A Pedagogical Framework for the Second
Language Reading class" (Syslez, 1994), and Joy Janzen does the same in "Teaching
Strategic Reading" (TESOL Journal, 1996). Skills also dominate the more than 120
exercises and activities in fuchard Day's edited volume New Ways in Teaching Reading
(lgg3), a smorgasbord of great variety contributed by teachers around the world.
Automaticity ol llord Recognition
But certain pedagogical concems more basic than the development of skills and
strategic reading have also been garnering Sleater attention. One of these is automaticity
ofbasic processes, a concern deriving from a research-based cogrritive model of fluent
reading. Richard Kern in "The Role of Mental Translation in Second LangUage Reading"
(Studies in Second Language Acquisition, 1994) concludes from one subject's think-
aloud that "her comprehension difficulties likely stem from lack of automaticity in word
recogrrition as well as working memory span limitations" (p. 448)' Tony Ridgway's
,,Reading Theory and Foreign Language Reading comprehension" (Reading in a Foreign
Language,l994, published 1996) notes the need for readers to automatize the encoding
of word precepts (p. 6a). The need for automatic word recognition as a basis for reading
is also stressed by Amos Paran, in "Reading in EFL: Facts and Fictions" (ELT Journal,
1gg6), and by Keiko Koda in "second Language word Recognition: Research Findings
and Classroom Applications" (Reading Research Colloquium, TESOL Annual
Convention, 1996.;.
Atfect
A second pedagogical concern more basic than lack ofskills or strategies for
improving comprehension is the affective side of reading. It is not that a person's attitude
toward reading and motivation to read are new concems in first or second language
reading, but the drift is always for these more abstract considerations to be sidelined by
the drive for tangible academic results. It is therefore necessary to be reminded as by
Anne Sweet and John Guthrie-speaking of first language reading-that "we cannot
afford to ignore the growing knowledge base in literacy motivation. Far too many
students fail to acquire basic competencies and choose not to utilize the literacy
competence they possess" (1996, p. 662).
That knowledge base was considerably enlarged in 1994 by a first language volume
edited by Eugene Cramer and Marrietta Castle, Fostering the Love of Reading: The
Aflective Domain in Reading Education. As Linda Gambrell explains in the forward, it is
a book "about teachers and the critical role they play in helping children develop into
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motivated, active, engaged readers who read both for pleasure and information because
they find it to be personally satisfring and rewarding" (p. v). parts three to five of the
book explore affect in pedagogy, with chapters such as Betty Heathington's .,Affect
versus Skills: choices for Teachers" (pp. 199-208) encouraging consideration of whether
classroom activities are consistent with what Gambrell calls the "central and most
important goal ofreading instruction" (p. v).
Heathington's title is perhaps chosen for its wake-up value, but it should not imply a
pedagogical polarization. That affect must be taken into account at every level of reading
instruction is suggested by Janice Dole, Kathleen Brown, and woodrow Trathen's first-
language study, "The Effects of strategy Instruction on the comprehension performance
of At-Risk students" (Reading Research euarterly, 1996), which found that a student's
attitude toward a strategy, not that student's self-effrcacy for leaming, was the key
variable in whether the strategy was used or not. The study raises important pedagogical
questions, and Dole et al. conclude their report with the Big euestion: "How do teachers
create a balanced program in which students value and use strategies but also possess the
passion to read and the critical abilities to evaluate what they read?" (p. g3).
The Dole et al. study also found strategy instruction to be most valuable when
students read texts independently. This is an interesting counterpoint to Leslie
Dickinson's suwey "Autonomy and Motivation: A Literature Review,' (System,1995)
which sought a causative relationship between autonomy and motivation, and indeed
concludes that "leaming success and enhanced motivation is conditional on leamers
taking responsibility for their own learning, being able to control their own leaming and
perceiving that their leaming successes or failures are to be attributed to their own efforts
and strategies rather than factors outside their control" (p. I 74). The most basic form of
reader autonomy would be choosing what text to read rather than having it imposed upon
you. Another form would be choosing when and where to read. The joumal Reading in a
Foreign Language published tvro descriptions of advanced academic prepamtion
programs that incorporate forms of autonomy: Anna Buick's "An Approach to Teaching
the Reading Skill for Academic Study" (1993, published 1995) and Fredericka Stoller's
"Developing a Focused Reading Lab for L2 Students" (1993, published 1996).
There is also the affective power of reading itself. It seems that successful reading
experiences promote positive attitudes toward reading which in tum motivate further
reading. The result for students is an upward spiral toward greater reading proficiency, a
phenomenon dubbed *The Bookstrap Hypothesis" by Richard Day and Julian Bamford in
Extensive Reading in the Second Language Classroom (1997 , pp.30-31). Like Day and
Bamford, Donna Rane-Szostak and Kaye Ann Herth, in "Pleasuro Reading, Other
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Activities, and Loneliness in Later Life" (Journal ofAdolescent and Adult Literacy,
1995) find explanation for the powerful draw that reading can have in Mihaly
Csikszentmihalyi's idea of reading as flow experience, in which "enjoyable self-directed
activities enhance a sense ofwell-being" (p. l0t). This ties back to autonomy' for "the
flow experience is not only enjoyable, but-because tewards are no longer relegated to
external forces---contributes to the retum ofa sense of control" (p' 101).
Socioc ultwal Factors
Broadly related to affect, and of particular concem in the teaching of second language
reading, are socioculturally-derived attitudes toward reading. In "Cultual Assumptions
and Early Years' Pedagogy: The Effect of the Home Culture on Minority Children's
Interpretation ofReading in School" (Language, Culture and Curriculum, 1994),Eve
Gregory analyzed the out-otschool reading habits ofyoung children of Bangladeshi
origin. Gregory suggests that culturally responsive programs depend upon teachers
examining their own and their pupils' unconscious literacy assumptions, for the teacher's
model of literacy may not be shared by non-westem and non-school-oriented families. A
similar conclusion is reached by Jill Sinclair Bell in "The Relationship between Ll and
L2 Litency: Some Complicating Factors" (TESOL Quarterly, 1995, with further
discussion between Jo Hilder and Bell, TESOL Quarterly, 1997).
. How a sociocultural dimension can enrich a narrower cognitively-oriented view of
reading pedagogy is well demonstrated in Jill Fitzgerald's "How Literacy Emerges:
Foreign Language Implications" (Language Learning Journal, 1994). Fitzgerald suggests
that rather than "teaching" literacy, it be nurtured in students through social interactions,
accessible materials, observing role models and apprenticeship experiences, in other
words what David Eskey once called "drawing [students] into the community of readers
and writers" (1995). This is still a minority viewpoint. As is demonstrated by Elizabeth
Knutson's "Reading with a Purpose: Communicative Reading Tasks for the Foreign
Language Classroom" (Foreign Language Annals, 1997), reader-based factors such as
reading purpose and reader interest are most commonly grafted on to the standard
transmission of knowledge and cognitive skills development paradigm of education.
Note the order ofthe Big Question four paragraphs ago: strategies first, passion second.
This ordering of priorities may appear an issue of mere academic interest when
students are actively engaged in their reading studies as is assumed in Knutson's
exemplary pedagogical suggestions. Passion and strategies are both being served, after
all. The worm in the apple only appears when things do not go 1o plan, as demonstrated
in Ellen Craden's sobering study "How Language Teachers' Beliefs About Reading
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Instruction Are Mediated by Their Beliefs About students" (Fore ign Language Anrnls,
1996). Students, in the words ofa teacher "'didn't understand, they got bored, they got
tired"'(p. 391). The problem, as the teachers saw it, was that the students' ideas about
reading were not aligned with their own. As one teacher put it, .,Reading is really
important to me as an individual. I see it as not so important to many of my students.
Actually, I have to convince them that this is something that they need to do,, (p.392).
Failing that, the only option left in the standard educational paradigm is coercion.
Announced one frustrated teacher to her class, "Ifyou do not read the story and don't do
the homework, then I can't follow my plans. I'm going to give you written homework
each day; I'm going to give you a grade each day. It's impossible ro have a Spanish class
when you do nothing" (p. 391). And so it becomes clear that all the skills training and all
the strategies in the world are for naught ifstudents have not first been led to discover for
themselves what reading can mean to them.
The Power of Extensive Readkg
Automaticity, affect, autonomy, and sociocultural issues are all prime considerations
in an extensive reading approach to teaching reading, which goes a long way in
explaining why research studies into it so often come up with positive results. In i?le
Power of Reading (1993), Stephen Krashen gathers a large number of mainly L I studies
to make the case that extensive reading-Free Voluntary Reading (FVR) in his
terminology-should underpin Ll literacy work. Day and Bamford (1997) argue the
same for second language reading instruction, listing a dozen L2 studies ofextensive
reading programs that show student gains in reading ability, linguistic competence, affect,
vocabulary, writing, and spelling.
Krashen and his colleagues continue to figure prominently in ongoing research. Jeff
McQuillan's study "How Should Heritage Languages Be Taught?: The Effects ofa Free
Voluntary Reading Program" (Foreign Language Annals, 1996) found FVR to be related
to vocabulary acquisition, positive attitudes toward reading and amount ofreading.
Beniko Mason and Stephen Krashen, in "Extensive Reading in English as a Foreign
Language" (System,1997), reported gains in positive affect, reading ability, and writing.
It is particularly noteworthy that some ofthese results were obtained from students
considered 'bad" and failures in English as a foreign language (p. 92). Victoria Rodrigo,
asking "Does a Reading Program Work in a Foreign Language Classroom?" (Extensive
Reading Colloquium, American Association of Applied Linguistics tAAALl Convention,
1995), found that for leamers of Spanish as a foreign language, extensive reading did the
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job of teaching reading plus having added benefits in enjoyment and motivation. "This
made reading less detestable and, actually, fun," said one participant in the study (p' l3).
Vocabulary acquisition. Several studies suggest that extensive reading should be an
important component of vocabulary instruction, so that students acquire not only word
meanings but an understanding ofthe properties of words in use. Cheryl Boyd
Zimmerman, in "Do Reading and lnteractive Vocabulary Instruction Make a Difference?:
An Empirical Study" (ZESO, Quarterly,l99T), concludes in part that "students should
be encouraged to adopt the habit of reading self-selected materials, based on the evidence
that incremental knowledge of words may be gained from reading" (pp. 136-137) This is
very much the same verdict reached by Nick Ellis in "Vocabulary Acquisition:
Psychological Perspectives and Pedagogical Implications" (Language Teacher,l995) and
Diana Ooi and Julia Kim-Seoh in "Vocabulary Teaching: Looking behind the Word"
(ELT Journal,1996).
As Helen Raptis argues in her survey "Is Second Language Reading Vocabulary Best
Learned by Reading?" (The Canadian Modern Language Review, 1997\,lhe relative
effectiveness of incidental vs. conscious vocabulary learning is far from clear, but the
above and other recent studies move away from an either-or orientation to explore how
intentional and incidental leaming can be blended for maximum efliciency. Inuise
Morrison's "Talking About Words: A Study of French as a Second Language Leamers'
Lexical Inferencing Procedures (The Canadian Modern Language Review, 1996) reports
good results when pairs of students thought aloud to each other. Dorothy Chun and Jan
Plass (The Modern Language Journal, 1996) found higher-than-expected levels of
incidental vocabulary leaming (abonl25Vo chance of leaming a word at first exposure
rather than previous estimates of 5% -20o/o) when easy-to-access, multimedia annotations
were provided. Jan Hulstijn, Merel Hollander, and Tine Greidanus also append ideas for
materials development to their study, "lncidental Vocabulary kaming by Advanced
Foreign Language Students: The lnfluence of Marginal Glosses, Dictionary Use, and
Reoccurrence of Unknown Wofis" (The Modern Language Journal, 1996\. The first
recommendation is that the texts students read be "interesting and motivating" (p. 337),
for, "in the words of Haastrup (1989, p. 43): 'Leamers will always find out the meaning
of words that are important to them"'(p. 337).
Language learning. As some of the above studies suggest, the benefits of extensive
reading can extend beyond improvement in reading ability. Paul Nation (The Languoge
Teacher, 1997) provides a neat surnmary of studies indicating the general language
leaming benefits of extensive reading. One of the recent studies he cites is Wai-King
Tsang's "Comparing the Effects of Reading and Writing on Writing Performance"
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(Applied Linguistics,1996) which finds extensive reading tied to gains in writing and
language use.
Nation also refers to John Green and Rebecca Oxford's "A Closer Look at Learning
Strategies, L2 Proficiency, and Gender" (TESOL Quarterly,lgg5), for hidden away,
unremarked, in a table in the middle of that study are some monster conelations: reading
for pleasure and reading without looking up all new words were two of the three learner
strategies far and away most strongly linked to language proficiency (p. 280). These
results echo the similar nrnaway correlation between extra-curricular reading and
proficiency found in a l99l study by Harry Gradman and Edith Hanania. The links
between extensive reading and proficiency may reflect the reality that the better one gets
in a foreign language, the more there is available to read, the easier reading becomes and
the more reading you therefore do. But knowing how many proficient readers there are
who choose not to read, it suggests that more is going on-something in the nature of
what Beatrice Dupuy, Lucy Tse, and Tom Cook, in "Bringing Books Into the Classroom:
First Steps in Turning College-Level ESL Students Into Readerc" (TESOL Journal,1996)
call an "upward spiral of improvement" (p. l4), or what Day and Bamford (lgg7,pp. 30-
31) describe and explain in their bookstrap hypothesis.'
Reading beyond the classroom The utility of the reading habit beyond the classroom
is suggested in Nigel Pickard's "Out-of-Class Language Leaming Strategies" (ELT
Journal,1996). In this study, reading and listening were the mosrt used out-of-class
activities for maintaining or improving language ability because they were available,
interesting, enjoyable, motivating, and allowed student autonomy. Pickard suggests that
teacher training courses guide teachers in becoming effective facilitators of their students'
out-of-class strategies (p. 158).
Teach ing Extensive Reading
In part because of their student-centered nature, extensive reading programs are
relatively complicated to organize. Is it really worth it? Colin Davis (ELT Journal,1995)
poses the question, "Extensive Reading: An Expensive Extravagance?" and answers that
"any ESL, EFL, or Ll classroom will be poorer for the lack of an extensive reading
programme of some kind ....This is true at every level" (p. 335).,He goes on to offer
much practical advice gained from extensive reading programs in Singapore and
Cameroon. Haeyoung Kim and Stephen Krashen, in "Why Don't Language Acquirers
Take Advantage of the Power of Reading?" (TESOL Journal, 1997) warn that FVR needs
a conducive environment and sensitive orientation. Dupuy, Tse,,and Cook (1996) give
detailed advice on how to provide these. Ways to stimulate reading among reluctant
I 15
116 BAMFORD & DAY
students are discussed by J. Claude Romney, David Romney, and Helen Menzies in
"Reading for Pleasure in French: A Study of the Reading Habits and Interests of French
Immersion Children" (Canadian Modern Language Review,l995). "One child summed
up what she would have liked to find on the library shelves: 'French books that are easy
to read but interesting.' Unfortunately, the two characteristics are impossible to
reconcile" G).487),say Romney, Romney, and Menzies, but Day and Bamford (1997,pp.
5l-79) discuss at length just such an essential reconciliation as a basis for L2 extensive
reading materials.
One staple of the extensive reading classroom is sustained silent reading. The
Reading Teacher, a very practical, mainly Ll journal, marked its 50th anniversary in 1996
by reprinting classic articles, including one by Lyman Hunt Jr. from 1970 which
introduced the idea of sustained silent reading. Hunt counsels teachers to focus on
student strengths, not shortcomings (for example, to focus not on the enors they make but
on their search for meaning). He includes a valuable list of questions to ask individual
students about their reading. Another of the reprinted classics is S. Jay Samuels' "The
Method of Repeated Readings" which was also usefully summarized by Neil Anderson in
Day (1993, pp. 190-91). Among other extensive reading classroom staples is teacher
read-alouds. A study by Aly Amer (ELT Journal,1997) finds that teachers reading aloud
helps lower-level students develop healthy reading habits which in turn improve attitude
toward reading and motivation to read. A variety of other activities for extensive reading
programs is introduced in Day and Bamford (1997) and George Jacobs, Colin Davis, and
Willy Renandya's useful collection Successful Strategies for Extensive Reading (1997).
Most stimulating of all may be Jeanne Henry's If Not Now: Developmental Readers in
the College Classroom (1995). Henry, faced with preparing her students for academic
reading, rejected conventional methodology which she felt had turned her students off
reading in the first place, and instead did all she could to hook her students on books.
She hooks her readers, writing so well that you are there with her and her initially aliterate
Ll students in their concrete barracks of a classroom, sipping caffeine-laced beverages,
and reading Stephen King on a battered yellow couch. It is a volume as powerful and
inspiring as it is enjoyable and instructive, which makes it a good choice for teacher read
aloud material in teacher preparation seminars. For a brief L2 version of the salne, see
Rebecca Constantino's "Learning to Read in a Second Language Doesn't llave to Hurt:
The Effect of Pleasure Reading" (Journal of Adolescenr and Atlulr Literacy, 1995). All
reading teachers must sooner or later grapple with the Big Question posed by Dole,
Brown, and Trathen quoted earlier under "Affect," and Henry and Constantino are
examples of teachers grappling with it successfully.
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THEORY, RESEARCH, AND CLASSROOM PRACTICE
The importance of automaticity of word recognition and positive affect, and the
various gains fbund in research studies all suggest an important role fbr extensive reading
in L2 reading instruction. Indeed, increased academic interest in €xtensive reading is
evidenced by the 1995 AAAL and rESoL Reading Research colloquia which both
featured that topic. And yet the field cannot rely on applied linguists to provide all the
pedagogical answers. To take two examples ofpedagogical suggestions that could be
called into question, Amos Paran (1996) and Keiko Koda (1996a, 1996b), although both
stressing the importance of word recognition, have little (paran) or nothing (Koda) to say
about extensive reading. Paran does conclude that we must "have leamers read as much
as possible" (p. 30), but most ofhis pedagogical suggestions involve specially-created
exercises to promote word recognition. Koda suggests a skills approach:
We need to increase our students' visual exposure to L2 print in a variety of
meaningful contexts and provide maximum processing opportunities in our classroom
environment. we can for example integrate the four skill areas in our instruction so
that students can experience the same instructional materials repeatedly through
multi-sensory systems. we can also incorporate skills development for the functional
application oftheir newly acquired second language knowledge. Our students will
benefit, for example, from exercises specifically designed to help them identifi
relevant knowledge sources in given processing components ofreading and also from
exercises which would provide them an easy and quick access to the target knowledge
sources during comprehension. (1996b)
Yet a much stronger and pedagogically-sound case can be made that increased visual
exposure to L2 print and maximum processing opportunities are best and most simply
implemented by having students read, read and read some morHne of the basic tenets
of an extensive reading approach.
Rather than slavishly following the recommendations of applied linguists, L2 rcading
teachers can leam from experience and reflection. Like Jeanne Henry, they can
experiment with different approaches to discover what inspires, excites, and motivates
their particular students to become people who actually read in the foreigr or second
language. ln contrast to the orthodox view that pedagogy properly derives from theory
and research, this suggests a more complex interplay among research, reading theory, and
good classroom practice. For example, Christopher Brumfit suggested that pedagogical
research be concemed with
n7
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understanding what the best practicing teachers are doing, and accounting for what
that is in terms of the theories that are around derived from other language teaching
situations, from studies of language learning, sociolinguistics, and other relevant
areas. I would not want to suggest that the process is entirely one way, from practice
to theory, but I think it is more that direction than the reverse. (1996, p. 15)
CONCLUSION
As the 20th century gives way to the 2lst century, there is some indication that
dominance of the skills and strategies and the grammar-translation approaches is giving
way to a more balanced approach to the teaching of L2 reading. Theory, research, and
practice suggest that students will benefit from a rich variety of stimulating and
comprehensible reading materials in the context of ways that help them discover what L2
reading means to them. Through reading, they will acquire the automatic word
recognition skills that are the foundation of comprehension. People who can and do read
are people most willing to learn strategies to enable them to become more skilled in doing
the particular types of reading they wish to or need to do.
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